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Throughout this report I will be documenting my action research project which I conducted in a school during my first professional teaching placement. I will discuss the project itself, the methodology I used, literature I used as basis for my theory, along with critically concluding and evaluating the methodology and results. As well as this, the report will focus on academic literature surrounding action research and different methods and theories of learning, which all feed into my reasoning to do the research.
The school that I conducted my action research in is a green category English medium school in Cardiff. For anonymity purposes, I will be referring to the school as School X throughout this report. As of 2018, School X has a free school meals percentage of 8.7% and has 3.4% of additional learning needs (ALN) pupils, which is much lower than the local authority average of 9.4%. The class I looked into will be referred to as Class A. They were a year 7 class of 30 pupils with mixed – low ability. There were two statemented pupils and several who displayed ALN. With the research I undertook, only 27 out of the 30 pupils consented for their data to be analysed. 
Pritchard (2009) describes the various avenues to consider when planning for learning, ‘Learning proceeds in a number of different ways, and has been described and explained by many different interested researchers and opinion-makers over many years’ (P.1).  For this research assignment, I wanted to investigate the different methods of learning and in particular, focus on the constructivist theory and how it can be applied to education. 
I firstly began my research by looking at primarily the constructivist theory but also looking at the behaviourism theory. Behaviourism was a movement that began in the early twentieth century and is credited largely to John B. Watson (1878 – 1958). Halfpenny and Peterson (2014) give further insight,  ‘One of the most influential theories to shape our knowledge about child development was behaviourism, which took hold as a very dominant school of thought’ (P.4)  They continue to define behaviourism theory as ‘All humans are born tabula rasa (blank slates).’(P.4). By this, they are suggesting that leading theorists in behaviourism such as Watson and B. F. Skinner (1904 – 1990) believed that everyone is born exactly the same, and it is simply our environments that shape us. Pritchard (2009) goes on to explain that behaviourism focused primarily on the idea that learning is a ‘reaction being made to a particular stimuli’ (P.5).
 Pritchard (2009) lists the benefits of using behaviourism in learning.  He indicates that ‘rewarding aids the reinforcement of appropriate classroom behaviours, such as paying attention…decreases misbehaviour and makes for a more orderly atmosphere conductive to learning’ (P.10). He also claims that behaviourism techniques can be ‘most effective when applied in cases where a particular child has a history of academic failure’ (P.10). More specifically, Pritchard means cases where pupils have high anxiety and low motivation. So, this suggests the theory does have some credible benefits, and as mentioned earlier by Halfpenny and Peterson, this was a very popular idea in the mid 1900’s.  David (2014) further backs up this point, suggesting,
‘Many schools have traditionally held an instructionist model in which a teacher or lecturer ‘transmits’ information to students. In contrast, Vygotsky’s theory promotes learning contexts in which students play an active role in learning.’ 
This would then suggest that teachers should potentially play a more passive role and allow the pupils to become independent learners, a concept that is echoed in Donaldson’s Successful Futures (2015), which we will discuss later.  This quote also mentions Vygotsky’s theory, which is closely linked to constructivist theory and will be the next topic I cover. 
	In describing behaviourism and some of its criticisms, Pritchard (2009) claims that ‘any consideration of mental process, which is unobservable, fell outside of interest. So, behaviourist’s approaches to, and explanations of, learning developed out of the study of what can actually be seen’ (P.5). This process of ignoring important mental cognition is a huge reason why behaviourism can be seen to have fundamental flaws.  Halfpenny and Peterson (2014) also offer a criticism of this particular theory, ‘Children were viewed as being uninvolved in their own development and having little or no role to play in their learning and development.’ (P.5). This idea that children are completely passive and had no control over their own learning was one that was highly challenged by the constructivist’s ideologies. 
Alongside what we’ve already discussed, one final criticism put forward by Pritchard (2009) is that behaviourism has tendencies to increase disengagement in classrooms. He writes ‘Studies have suggested that using rewards with children who are already well motivated may lead to loss of interest in the subject’ (P.10). It is because of these criticisms that I believe constructivist theory to be more reliable and effective, particularly when it comes to using scaffolding, which we will look into further shortly. 
Conversely, the constructivist theory, pioneered by John Piaget (1896 – 1980), consists of the idea that children either assimilate knowledge or accommodate for it. Halfpenny and Peterson (2014) continue to note the main differences between the two theories, behaviourism and constructivism, ‘[Piaget’s] perspective on learning as an individual and constructive process was in stark contrast to the passive and deterministic theories of development that had preceded it.’ (P.1), with the main difference being the active participation of the child. Prichard (2009) further discusses constructivism in the context of learning, 
‘Constructivists view learning as the result of mental construction. That is, learning takes place when new information is built into and added onto an individual’s current structure of knowledge, understanding and skills.’ (P.17)
Here, Pritchard is suggesting that the theory depends on the best possible learning coming from the learners actively constructing their own understanding.  This hypothesis is what I wanted to carry forward into my own research. I will touch upon this in more detail later. 
In analysing constructivist theory, Pritchard (2009) characterizes children above the age of 11 as having full capability to understand and learn. He writes ‘Children are capable of thinking logically and in the abstract. Piaget considered this stage to be the ultimate stage of intellectual development’ (P.18). This suggests that children of this age have the capacity to be taught almost anything and that its success is simply down to the tools that we, as teachers, to give them so they can then access this knowledge. 
	Two other prominent psychologists who contributed to the constructivist theory that I feel are important to mention here are Lev Vygotsky (1896 – 1934) and Jerome Bruner (1915 – 2016). Both theories have many similarities to Piaget’s, however with Vygotsky, he focused more on the importance of the social interactions and how this can affect a child’s learning. Smidt (2009) states, ‘For Vygotsky the role of others in learning was essential and by others he meant not only adults but also, crucially, other children.’ (P.37). This idea led me to consider looking into the benefits of group or peer work in my research, however I found the area I was looking into was already very broad and that by adding this other dimension to the research, it may overcomplicate it. 
	Bruner’s research was very similar again. His work also gives criticism to learning in a ‘parrot fashion’, which is what is often the result of a behaviourist approach. Further criticism of this method put forward by Prichard (2009) is the idea that learning knowledge in a ‘parrot’ fashion is not necessarily the most effective way of learning. He writes ‘It should be noted that making a “correct” response does not imply understanding… A child correctly responding need not necessarily understand the significance of the reply.’ (P.6). This is a criticism which has been held continuously throughout education, particularly in recent years. For example, Smidt (2011) writes ‘For Bruner this meant that recognition involves more than just being able to identify what a thing is. It requires consideration of what a thing might be.’ (P.9)
What interested me most about the constructivist theory was particularly the social constructivist elements, alongside scaffolding and schema. Prichard (2009) makes links to social constructivist theory and scaffolding. He portrays the many different ways in which it can be presented, ‘through the provision of materials…by designing tasks which match and give help appropriate to the individual’ (p.25). This is therefore crucial in ensuring that all pupils can access the work, as we described earlier is of utmost importance. If we believe, as the social constructivist theory suggests, that all pupils are capable of understanding and learning knowledge at the age of 11 onwards, then it is our responsibility as teachers to provide them with this knowledge and learning and making it easy and accessible to them. Pritchard continues to define why scaffolding is so important to learning and makes further links to the use of open language, another important element to social constructivist theory, ‘ As teachers, we cannot say which strategies will suit which child, but we can provide opportunities for a group to pool ideas and discuss them’ (P.27). This idea of giving pupils learning and coping strategies is something I wished to touch upon in my own research, however this never really came to fruition. 
	So how does all of this theory link in with my research? As previously mentioned, I wanted to further explore social constructivist theory but was unsure how to go about it. Most modern-day teaching contained elements of this theory already, as Windschitl (2002) claims ‘At the turn of this new century, progressive pedagogies are likely to be based on the rhetoric of constructivism’ (P.131), so it was quite a struggle to think about how to further include strands of this theory. Woolfolk (1993) describes learning as ‘students actively constructing their own knowledge: the mind mediates input from the outside world to determine what the student will learn’. I wanted to focus on the difference between the learning being teacher-led or pupil-led, and which would achieve better results. 
	To start with I wanted to adapt my lessons into incorporating more schema methods. Buschkuehl gives a basic definition of schema in its simplest form, ‘In modern psychology, schema describes a memory trace that can hold relatively simple but also quite complex information.’. It is a theory that was popularised in the 70’s and links in with social constructivism and Vygotsky’s theories.  Buschkuehl continues to define schema, 
‘A schema can be conceived as a scaffold, a blueprint, and a representation that describes an object, a string of events, or an idea, but also feelings, and essentially anything that can be experienced.’
 Mcvee et al (2005) describe the popularity of the schema theory, ‘We examine schema theory because of its resilience in the field and because of its utility in helping teachers understand the role of an individual’s prior knowledge.’ (P.532). If believed, this theory can be applied to increase the level of understanding and capacity of knowledge that pupils will be able to attain if we simply can link the schemas effectively. Derry (1995) further elaborates on these claims,
‘Thinking and learning take place within working memory, where prior-knowledge schemas are activated in response to environmental input, providing context for interpreting experience’ P.167 
This suggests that the more we understand regarding how these mental memory bridges are built, the more likely we are going to be able to utilise this knowledge to increase learning. It is these themes that I took forward into my research. 

So, for my first lesson on the topic of pattern, as a starter task I had cropped images of everyday items with pattern on and asked the pupils what the objects where. These ranged from a Zebra, a tree stump to the roof of their local cathedral. My reasoning for doing this was to try and tap into their prior knowledge, which Pritchard (2009) claimed ‘has a crucial part to play in constructivist learning’ (P.27). Selinger (2001) further builds upon this, ‘Authentic tasks are tasks which pupils can relate to their own experience inside and outside of school’. He goes on to suggest that the more authentic a task is, the higher the chances of engagement from the pupils and the deeper the understanding becomes. Halfpenny and Peterson (2014) further add to this theory, ‘Based on schemas identified in children’s behaviour, we can extend their learning by matching curriculum content based on their individual interests’ (P.34).  This is why, when trying to build the pupils learning around the subject, I chose to include elements that would be familiar to them, as I believed this may help further embed the learning. 
	However, upon further inspection, there may be flaws with this hypothesis. Halfpenny and Peterson (2014) go onto describe some of these potential issues, 
	‘While Piaget emphasised maturation and biological processes as being central to the development of cognitive abilities, other researchers have demonstrated the achievement of formal operational thinking may be more dependent on the context that supports this development and on the nature of the task that assesses these competencies’ (P.134)
This suggests that, actually, pupils may be better equipped to learn in this particular way if they already hold a particular interest in the subject matter, and that potentially for those pupils who aren’t as interested, it may hold little value. 
	If we look into Donaldson’s Successful Futures (2015) we can see elements of what we have already being discussed being built upon. For example, the idea of giving the pupils choice and allowing them to be independent learners is given key importance. Donaldson writes that as a teacher, the ‘ability to excite and inspire children to want to learn and to be able to learn independently.’ (P.63) is crucial. In Successful Futures, Donaldson also puts an emphasis on metacognition and how it should be included more in the new curriculum, 
‘In order to become capable learners, young people need to be able to observe their own process of learning and identify how it can be improved. Working with peers can help learners to hone their metacognitive skills… and refine their learning skills as a result’ (P.69)
	With this, we can confirm the importance of giving the pupils the freedom to go ahead and construct their own learning, whilst guiding them and giving them the confidence to challenge themselves. This idea links in with what I was trying to do with a certain task in my research, however I could have used further elements from this theory and made the task even more challenging and independent.  For example, I could have added additional tasks where the pupils could have independently or in groups looked up different patterns or identified them without it being teacher led. Although the fruit bowl task was meeting some of this criteria, if done again, I would include more pupil-led tasks.
	On the whole, School X didn’t have any particular policy regarding these learning strategies. They have not begun to implement any of the new curriculum inspired by Donaldson’s Successful Futures (2015) so focus primarily on a teacher-led learning environment.  The staff had continuous training sessions regarding new techniques which they implemented frequently, however there didn’t appear to be any formal way of recording the results or information collected from these experimentations. Because of this, I went into the research project with an open mind on how to test the theory and little understanding of how to record the data. 
For my research, I went into the testing without extensive knowledge on how to 
appropriately carry out the research. Evans (1968) describes ‘the purpose of research is to extend knowledge’ (P.10). She goes on to explain how this can be through ‘venturing into areas of thought about which little is known’ or alternatively could be ‘filling in gaps in existing knowledge’ (P.10). This is the main reason behind wanting to complete any type of research within the school environment. However, this also has its downsides. As Mcniff (1993) observes, ‘education is not so much a field of study so much as a field of practice’ (P.5). As educators, we practice techniques on a daily basis and have little time to develop theory or reflect as a result, despite how crucial this is to developing best practice. In her book ‘Teaching as Learning’ (1993), Mcniff identified two main polarising theories of combining theory and practice in the British education. The first of these was ‘theory in practice’, in which an informed person gives advice to teachers and the researcher focuses on others practice. Mcniff argues that this has potential to fail as it is difficult to take practice from one classroom and apply it to another and expect the same results. Instead, Mcniff implies it is vital that teachers self-reflect on their own practice and develop theories for themselves, 
‘instead of the traditional model in which someone advises on another persons’ performance, the individual is encouraged to be critical of personal practice and use their deepened insights to move forward.’ P. 20
In this circumstance, the second theory McNiff suggests is better suited to educational research is ‘Practice into theory’, where teachers are regarded as experts and encouraged to develop their own theories. This is then a cyclical approach which continuously develops. 
	Despite these opposing approaches, Mclean (1995) explains the main focus of research should be the pupils fulfilling their potential. ‘if used appropriately, action research leads to the maximization of student achievement.’ (P. 2). This is something that is written into School X’s main work ethos. The staff do focus on reaching a ‘High Level of Challenge’ which puts the emphasis on making sure the most able pupil in the room is able to achieve the most they possibly can. Although there is little guidance for staff on how to achieve this. 
 When it comes to developing your own action research plan, Mclean implies there are three main phases; Conceptualisation, implementation and interpretation. I will use these three phases when discussing my own research. 
Conceptualisation
Anderson and Burns (1989) argue that in order for classroom research to be credible, it must be well thought out and disciplined. 
‘When care is not taken, we have no way of assessing the credibility of their findings. We are unable to judge whether their knowledge claims are derived from sound methodology or are simply their opinion’ (P.81)
To ensure that the credibility of the information you are researching is sound, Anderson and Burns (1989) continue to lay out three fundamental things that are needed before you carry out action research in the classroom. They are as follows;
· A question (or set of questions) that defines the purpose of the study
· Conceptual framework that guides the collection and subsequent interpretation of the evidence
· A plan for how to collect the evidence effectively
(P.85)
This links in very closely with Mclean’s (1995) ideas of how to efficiently complete your research. A large issue I encountered with my research is that the conceptual framework was not solid enough for specific data to be collected.  I knew that I wanted the research to be based around constructivist theory and how teachers can use pupil’s prior knowledge as a building block to further their learning, however I did not put enough thought into how this would be achieved. I created tasks that the pupils would probably have done in an ordinary setting, with the intervention task of colouring in a bowl of fruit really being the only chance they were given to be independent and demonstrate what they knew. 
	Before conducting the research, it was important to review ethical guidelines and ensuring I had the pupil’s consent prior to beginning. BERA (2011) states, 
‘Individuals should be treated fairly, sensitively, with dignity, and within an ethic of respect and freedom from prejudice regardless of age, gender, sexuality, race, ethnicity, class, nationality, cultural identity, partnership status, faith, disability, political belief or any other significant difference’ (P.5)
With this in mind, it was also important to make sure the pupil’s understood their right to withdraw from the study at any point and that all the data collected would be entirely confidential. Following BERA guidelines, I also explained that all data would be stored in a sensitive but also entirely secure encrypted memory stick and would be deleted once the research and following report was concluded. I explicitly explained to the pupil’s that the whole class would be participating in the task, but I would only use the work they submitted from those who consented. After the lesson was over, 3 of the pupil’s withdrew their consent. This is why the results collected are of only 27 pupils, not 30. 
	As well as this, it was crucial to remember during the research the dual role of the researcher and teacher. 

Implementation
The actual research was conducted in lessons that were based around pattern. To begin with, I showed the pupils very basic images of patterns in real life context (e.g. stripes on a Zebra, age rings on a tree stump) whilst verbally telling them what they were called. After this, I asked the pupils to look through magazines and cut out images of pattern to help them practice identifying patterns.  These two tasks, as mentioned earlier in this report, was to try and link the pupil’s prior knowledge to the new information they were being taught. I was trying to utilise the pupils already well-developed schema to better equip them with the content. Following this I administered the pre-test. The pre-test consisted of 12 images of various patterns with a space underneath. The instruction was simply to write the name or describe the pattern in the box. The pupils were given roughly 7 minutes to complete this task and were asked to work in silence. 
For my intervention, I delivered a further two lessons on pattern.  We continued our investigation into pattern by first looking at William Morris and his influences, and for the final lesson I created another PowerPoint presentation where the pupils had to try and guess the name of the pattern. This time around, the images were just of patterns and not images of other things with pattern on them like the first instance. I showed the pupils three different variations on the pattern, asked them as a group to identify it, then gave them the official name of the pattern along with a brief background to it. This was all visually present on the board as we were discussing it. The main reasoning behind me implementing this task was to see if there was a difference in the response from the pupils compared to the first starter task we completed at the beginning of the topic.
Once we’d gone through several patterns, I then gave hand-outs with the patterns and names on to each table. The next task was for the pupils to colour in a bowl of fruit (the topic bowl of fruit linked in with their next module) using patterns they had learned about. There was an ‘ingredients’ list next to the image that the pupils had to write in what patterns they had used. This was to focus on giving the pupils the autonomy to independently make the links they already had created in the previous lessons and construct their own learning now. I had based this particular task on my readings associated with constructivist theory and Donaldson’s notions of independent learners (2015). It was after this task that I administered the post test. 
The post test was the same format as the pre-test, however this time I used slightly different images and not all the same patterns. I also only included 9 patterns this time around instead of 12. I gave the pupils 5 minutes to complete the task in silence. 
The findings were difficult to interpret. As I will discuss later in this report during an evaluation, I did not consider the different types of data that I would be collecting, and because of this, accurate or useful results are hard to decipher. The first stumbling block I encountered was that I had not used the same patterns for both the pre and post-test, meaning there were several answers to which I had no use for the data. Instead I will discuss here the patterns that were repeated on both tests so we can compare the answers given. Figure 1 Results from Post-Test
Figure 2. Results for Pre-Test


As we can see from these two responses, the pupils showed an increase from 11% of them knowing what tartan was in the pre-test, to a huge 60% either correctly stating tartan or a variation on the spelling of tartan (such as tarten, tarton) in the post-test. It is also worth noting here that a further 11% of the class stated the pattern was checkered, which was a descriptive word we had used in the lesson prior to describe the pattern. As well as this, 22% of the pupils put an answer relating to some type of upholstery.

[image: ]Figure 3 Results for Pre-Test
Figure 4 Results from Post-Test

	From these results we can see a massive improvement in the pupil’s recollection of the name of the pattern ‘Floral’. In the pre-test, we can see in Figure 3 that only 22% of them could name the pattern, but the majority of them – 56% - could obviously identify the flowers but didn’t know the official name. However, by the post-test, a massive 81% of them could identify the pattern as floral. Interestingly, 2 pupils identified that the pattern resembled a wall paper. Similar to the tartan responses, this backs up the constructivist’s ideas of schema and how children make links to things they already know, for example in this circumstance, where the pupils do not know the official name for the pattern, so instead make a link to something they are  familiar with ( like furniture at home).Figure 6 Results of Pre-test
Figure 5 Results of Post-test

With the pattern Paisley, the results are less conclusive. As we can see in Figure 6, none of the pupils in the pre-test identified the name of the pattern. 30% of them named it as henna or an Indian design, with a further 15% linking it to carpet pattern or other types of upholstery. This again links back with the idea that children will use their schema to fill in gaps in their knowledge.  In figure 5, we can see that 37% of pupils could now identify the pattern as paisley, with a further 3% correctly identifying its origins from Persia. Interestingly, another 11% still stated it was a henna pattern, despite being told otherwise in the lesson prior. Figure 7 Results from Pre-test
Figure 8 Results from Post-test


The final selection of data which we can draw analysis from is the pattern Houndstooth.  Unlike the previous patterns we’ve looked at, here we can see in the pre-test the majority of the class left this particular pattern blank on their sheets, with 15% just calling it ‘black and white’ and a further 11% describing it as ‘stars’. In the post-test, we can see our biggest increase yet, with 59% correctly identifying the pattern as houndstooth and a further 11% giving some type of variation on this name (like dogfang, dogfoot etc). 
Conclusions
	What conclusions can we make from these results? I think, from looking at my findings, it is hard to draw any solid conclusions or use the results as evidence to support any particular theory as there are so many flaws with the methodology and overall way the research was carried out. There are certain elements to the results which back up the constructivist views of schema and how independent learning is more effective, such as all the different ways that the pupils would connect the patterns to things they know and experience in their everyday life.
‘The ideas that lie behind the notion that we as individual learners have preferred approaches to our learning are based upon research which identifies humans as more or less reception to different stimuli’ (Pritchard, 2009, P.4). 
From this quote from Pritchard (2009), we can deduce that no single way of learning is absolute. There are multiple variables that can affect and contribute to learning, So, how should we accommodate for this? 
It is clear from the findings that giving the patterns more context increased the understanding the pupils showed in identifying them later on. Because I gave brief backgrounds and small anecdotes regarding them ( for example, I explained that tartan is a Scottish pattern and discussed the many different types available, and that camouflage was created by the army) I believe it helped create further schema for the pupils and therefore they were able to make personal links to the patterns. As discussed earlier, this should then help solidify the learning. 
Anderson and Burns (1989) believe it is important to be considerate when deciding where to source evidence for research. In ‘Research in Classrooms – The Study of Teachers, Teaching and Instruction’ (1989), they discuss how you should ‘examine the strengths and weaknesses of each source’ (P.86) as a useful step when preparing for your research. Unfortunately, due to the timetable constraints I had when preparing for my own research, I was unable to be very selective. Many classes I taught I would only see two or three times in the four weeks I was back in my professional teaching placement and was completing this research. This obviously resulted in me simply selecting the class that I would be able to spend the most time with. 
When it comes to deciding what type of data I needed to collect for the research, it was quite challenging. Burnaford and Hobson (2001) describe many different ways to record their action research data, such as journal keeping, 
‘as a way of developing a reflective ongoing relationship with oneself and one’s work, a personal journal is hard to beat.’ P. 17 
This however sounded too time consuming for this particular process.  I eventually chose to ask the students for their own interpretations of the image shown to them with little guidance on how I expected them to answer. Anderson and Burns (1989) identify several strengths of asking for information from participants; 
· The data may not exist yet 
· The data you want may already exist but requires further explanation 
· The data or information you want may not be able to be gathered merely from observation 
· It can be more cost effective 
· Standardization of questions increases efficiency, collecting more information in a shorter period of time.  (P.118 - 119) 
Because of these many strengths, I chose to ask the students for the information so the data collected could be analysed with these strengths in mind. However, the structure of the information asked was not as succinct as Anderson and Burns considered when writing out these strengths. Macintosh (1974) suggests that short answer questions are useful as ‘they require exact answers’ (P.19) and although it can take many different forms, short answer questions normally share distinct features. These are: 
- They take less than a minute to answer
- They can include guidance on how to answer
- Answers are supplied by the pupils (P.19 – 20)
	These were the type of questions I wanted to use in my research, however the lack of guidance on how the pupils should answer instead created a more open-ended question and therefore hindered how the results would be interpreted. Initially, I simply wanted to have basic one-word answers that the pupils used to describe the pattern, however because the instruction I gave and the instruction on the quiz was not clear enough, the answers were widely varied. The interpretations of ‘asking’ for information discussed here is more specific to questionnaires or closed questions, whereas the method I used was more open-ended questions.  
Macintosh (1974) continues to evaluate the benefits of using open-ended questions. He goes on to suggest that this method can be considered beneficial when assessing the learning, ‘Open-ended questions are particularly valuable in assessment because candidates have to choose from a range of knowledge, which bears on the subject of the question’ (P.2). This is putting emphasis on the importance of the pupils being selective with the knowledge they are using to answer any of these questions.  Furthermore, Anderson and Burns (1989) continue to investigate the strengths of using open-ended questions in research. They identify two main strengths of using open-ended questions; They give the participant a chance to express an opinion and give rationale to that opinion at the same time and it can also provide the researcher with more ‘raw’ answers (P. 120-122). These answers will not be restrained or transformed by the leading words of a closed question and can allow a wider view of what the participant may be trying to say.  
However, the weaknesses of using open-ended questions is that it can lead to inefficiency. As already mentioned, the answers given may be broader and not relevant to the main theme of the research. As well as this, analysing these results can be time consuming. Macintosh discusses the problems of using open-ended questions and how the lack of information provided during these questions can affect the response. ‘Lack of information is again in marked contrast to objectively marked questions where both the content to be used and style of response are made explicit.’ (P.3). This is further expanding on the idea that in order to answer the open-ended question, the pupil must either take a chance and guess what the teacher is trying to ask or seek further information. This is argued further when he states that these type of questions ‘depend so much for their successful answering on candidate’s memory is a major problem’ (P.3). It is suggested that this type of information recall is based on luck and is a hindrance to the necessary thought processes needed for actual understanding or learning. 
This is certainly a setback that I encountered when trying to analyse the data the tests provided me with. There was a lot of raw information that had to be sorted and analysed per pupil, per question. However even if it had been more of a questionnaire type structure with more specific questions, I still may have encountered the same problem. Evans (1968) implies this, ‘A questionnaire may become a trap for an unwary investigator, as it is very easy to gather a great mass of information and then find that one does not know how to analyse it.’ (P.52). 
Because I had also used images and visual cues in my pre and post-tests, the quality of the test was also quite difficult to decipher. When asking questions regarding images, Macintosh (1974) states it is important ‘to have a good selection of straight forward pictures, portraying a strong unequivocal image’ (P.76). He also suggests it is better to ask a colleague for their opinion on the image first before using it (P.76) to strengthen the clarity of understanding the picture before exposing it to pupils. I had not done either of these things prior to administering the tests. 
As well as this, the main struggle I found when trying to conceptualise and also implement a pre and post-test was the fact that art is a highly practical subject and the tests I was trying to administer didn’t reflect this. Macintosh (1974) suggests that assessing practical work can become challenging due to its different nature in learning. 
‘Practical work is often regarding as being the doing activities rather than the knowing qualities of pupils, but it is not as simple as this.’ (P84)
He goes on to discuss how these two distinct concepts are blurred in reality and it therefore cannot be categorised as two separate methods. Macintosh continues, ‘Much practical work involves the application of knowledge, the use of theoretical concepts [etc]’ (P.84- 85). For example, with my intervention task, I asked the pupils to design a bowl of fruit, coloured in with the various patterns they had learned. This was a practical task, but it required thinking and recalling the theory they had previously learned. 
	In some respect, I believe maybe I should have designed the task so that the fruit bowl topic was the post-test and that I created a similar task for the pre-test. I now believe this may have been a better alternative to what I created for the post-test as I think this would have more accurately demonstrated the pupil’s abilities to recall and utilise patterns, and therefore established their understanding and learning of the topic much better. As discussed earlier, this particular task was also the only one that gave the pupils the autonomy to control their own learning and gave them independence, which has been discussed as being crucial to their development and understanding.
This leads us onto another limitation I encountered with my research, which was the length of time I took before analysing the data. Burnaford (2001) states that a teacher must refer to the ‘data as they go along’ P.67. By the time I started analysing the data, it was several months later and recalling events that took place seemed much harder. It is here that maybe Burnaford and Hobson’s (2001) method of journal keeping may have been better suited, irrespective of how time consuming it seemed. 
With all these limitations in mind, I think it is possible now to discuss how I could improve on an action research project if I was to start again. To start with, I would certainly try and narrow down a focus of my research well before planning any of the lessons or resources.  Because I had gone into this research with a very open mind and not much consideration to the methodology or what I was specifically looking for, the results were very scatty and difficult to interpret. Having a clear conceptualized idea and focus is certainly a key factor I will be taking forward into further practice. 
Secondly, the methodology and how to implement the research is also another area that requires much more thought and consideration. Prior to the report, I had not done much reading or research regarding different types of methodology or the benefits or limitations to carrying out these certain types of methodology. This is shown in the fact that the types of assessing I administered were probably not the most accurate or appropriate for the type of data I was trying to collect. In future practice and research, I will now take on the knowledge that I have learned from conducting this report and research and use it to make much more informed decisions. I will also ensure that I do a suitable amount of reading prior to conducting the research. This is so that when I build the conceptualisation and implementation methods of my research, I will have a solid foundation and understanding of how to go about implementing the research and also evaluating the data effectively.
Lastly, I will also not be afraid of changing the direction that the research is going in if it seems suitable. When I initially started this project, I believed I would be looking into the benefits and limitations of using peer and self-assessment in work. These ideas quickly changed into comparing behaviourist methods and constructivist methods in my teaching, but this also then led me into ideas regarding group and peer work, independent learning and the new curriculum. As Burnaford and Hobson (2001) claim, 
‘It is never too late, then, to reframe the question to reveal your new understanding of what you have been studying. Your experience is now different; thus your approach to the interpretation of the data is different now than when you first began to collect data’ (P.67)
	I do believe that there is some interesting ideas to be explored when it comes to the social constructivist’s ideology. The concepts surrounding schema and its potential impact on learning are fairly credible, based upon the reading and research I’ve done. I can estimate that the more we try to connect the learning to pupil’s real life and their current understanding, the more knowledge they are likely to absorb. It also seems possible, again based on the research I’ve done, that the more independence we give learners when teaching, again the more likely they are to absorb it. This is in contrast with spoon feeding pupils the information and asking them to recite it in a ‘parrot’ fashion. It does appear that it would not be too much of a stretch to suggest that as long as we scaffold and give the pupils the correct tools, they should be able to access the learning themselves, and therefore massively increase their understanding and retention of the knowledge. 
The entire experience of conducting this action research has been an extensive learning curve, and although the results and expectations from this particular project have been largely inconclusive, I now firmly believe that I have a much better understanding of what to do next time.  I understand the importance of reflection in the teaching practice, and this has been a fantastic opportunity to reflect upon my own experience. In my next action research project, I will be able to have a much clearer understanding of how to begin conducting the research. I will work from Mclean’s (1995) ideology of crafting three basic steps; Conceptualisation, implementation and interpretation. With this as a foundation to build from, I will be able to use a research question to gather credible and useful results that could positively influence my teaching practice moving forward.
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qUIZ 2 fLORAL


Floral	Wallpaper	Flower/Flora	Unkown	22	1	3	1	

Quiz 1 Paisley


Henna/ Indian	Carpet/ upholstery	Adjectives (Intricate/Equisite/Unique)	flowers	Unknown	8	4	6	2	7	

Quiz 2 Paisley


Paisley	Persian	Henna	other	unknown	10	3	3	7	4	

Quiz 1 Houndstooth


Black and White	Stars 	Other	Unknown	4	3	9	11	

Quiz 2 Houndstooth


Quiz 2 Dogstooth	Houndstooth/Dogtooth	Dogtooth Variation (Dog fang, Dog foot etc)	Other	Unknown	16	3	3	5	

Quiz 2: tARTAN


Tartan	Other variartions on Tartan ( Tarten, Tarton etc)	Checkered	Unknown	Other	8	8	3	3	5	

Quiz 1 : Tartan


Tartan	Picnic blanket	Chequered/ Checkered	Checked cloth	Chair/sofa fabric	Blue and Green	Other	Unknown	3	2	3	2	6	2	6	3	
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